experiences. An important aspect of these studies is that the focus of teacher-child interactions on a particular topic includes both children's incidental learning (e.g. experiences with garbage) and planned learning experiences that extend understanding (e.g. making a composting box) (Pramling-Samuelsson & Mardsjo, 1998).
Secondly, the increasing adoption of sociocultural theories of development and learning as a basis for an early childhood curriculum (e.g., Bodrova & Leong, 1996; Smith, 1996) Furthermore, Cullen (1994) has queried the rationale for the developmental focus of early childhood programs in Australasia, while in the United Kingdom, Drummond (1989) Australian studies that have highlighted the informal musical knowledge children bring to the early childhood setting (Dilkes, 1998) and the mismatch between young children's home technological experiences and an early childhood technology curriculum (Fleer, 1996 ) support this conclusion.
To work with children's cognitive understandings educators also need to consider the mechanisms of cognitive change in the early years. Wellman and Gelman (1998) (Gelman & Gallistel, 1978 ) and
Inagaki's own research on recognition of body-mind distinctions (Inagaki & Hatano, 1993) .
Acquired domain specific knowledge is illustrated by Chi, Hutchinson and Robin's (1989) 
THE INTERFACE OF CONTENT AND PROCESS
In a recent debate on the contributions of developmental psychology to science education, Kuhn (1997) (Pramling, 1990 (Pramling, , 1995 four-year-olds (Prince, 1995) and road safety at the junior primary level (Cullen, 1998a) draw similar conclusions about the effectiveness of talking with children about their learning
experiences. An important aspect of these studies is that the focus of teacher-child interactions on a particular topic includes both children's incidental learning (e.g. experiences with garbage) and planned learning experiences that extend understanding (e.g. making a composting box) (Pramling-Samuelsson & Mardsjo, 1998 (Cullen, 1998b) . Another insight from the road safety studies (Cullen, 1995 (Cullen, , 1998a is the significance of peer interactions about road safety situations for helping to make explicit the content of learning.
Video recordings of the preprimary children's play Interestingly, no differences were found in performance on a symbolic task (a feltboard story) which approximated the type of symbolic learning typical of many road safety materials for preschool children and which had formed part of the direct teaching in the curriculum unit. In this regard, the study also provides considerable support for the view that children's domain knowledge is enhanced through authentic learning experiences (Toyama, Lee & Muto, 1997) . Walks in the local neighbourhood to practise road safety skills and child-initiated play on safety themes gain authenticity by relating meaningfully to children's everyday lives. The authenticity of adult-structured symbolic learning activities such as cartoon-based games and stories is more problematic.
SOCIALLY ORGANISED SETTINGS OF LEARNING
The above studies support the views of Vygotsky that children's learning is embedded in social contexts and processes. Specifically, the teachinglearning processes involved in the reflective conversations parallel concepts proposed by researchers from the sociocultural school of thought, in that the concepts of scaffolding (Wood, Bruner & Ross, 1977) , guided participation (Rogoff, 1990) , and co-construction (Valsiner, 1988) 
THE KNOWLEDGE BASE OF EARLY CHILDHOOD TEACHER EDUCATION PROGRAMS
The components of an early childhood curriculum have been described by Bruce (1989) in terms of the child, knowledge, and the environment. Bruce attributes a key role to the teacher in linking the child and knowledge through the environment. I have suggested elsewhere (Cullen, 1996) downward press of primary curricula (Anning, 1995; Curtis, 1998; Moyles, 1996) . In contrast to this nervousness about the presence of subject studies, I argue that subject studies warrant greater consideration in early childhood teacher education The re-emergence of interest in project approaches and thematic teaching in the early childhood field during the 1990s also provides a strong rationale for a reconsideration of the place of subject studies in early childhood teacher education on programs. The project approach promoted by Katz and Chard (1990) , international interest in the Reggio Emilia programs in Italy (Forman, 1996) and the concept of emergent curriculum (Jones & Nimmo, 1994) (e.g., Dockett & Fleer, 1999; Jordan, 1999) .
The coalescence of the qualities of authenticity, active learning processes, and socially-constructed learning in the research on domain knowledge provides a sound model for learning in the early childhood curriculum. To achieve these qualities, early childhood teacher education pro-rams need to ensure that subject studies are not experienced by students as prescription-driven static bodies of knowledge to be 'acquired' but correspond to the essential qualities of domain knowledge.
Accordingly student teachers also need opportunities to immerse themselves in a subject study which captures their personal interest.
Sternberg (1998) 
